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 Introduction 
 
 There has recently been increased interest in needs analysis, not only in ESP, but also 
in the area of General English. There are now several guides available to the theory of needs 
analysis (Berwick 1989, Brindley 1989, West 1994) as well as Munby's exhaustive system of 
lists and taxonomies of communicative needs (Munby 1978). But the crux of the matter is how 
one interprets the data collected and what one does with it. When you receive a pile of 
questionnaires back, how do you convert them in practical terms into courses or materials? 
"Interpretation is probably the most practical problem any needs assessment manager is going to 
encounter..." (Berwick 1989: 59).  At this point the teacher appears to be currently on his/her 
own, without any guide to how to go about it. Munby's model, for example, has been criticised 
(West 1994:9) for failing to provide a procedure for converting the learner profile into a 
language syllabus. 
 West (1994:2) points out that "needs analysis is, by its very nature, a pragmatic activity 
based on highly localised situation." And yet published articles on needs analysis have tended to 
focus on such issues as 'what is a need?' or review the different orientations to and 
methodologies of needs analysis. Whilst not disputing the need for such discussion, I would like 
to argue that there is also a need for papers which work through examples of course design 
based on needs analysis. How do you actually do a needs analysis? How can you convert the 
findings into a course?  
 In an attempt to fill this gap, this research paper therefore works in detail through an 
authentic example of ESP curriculum development from the design of needs analysis 
procedures, the development of goals and objectives and the selection of the type of syllabus to 
the design of the course units. The example is not presented as an ideal or perfect example or 
model of course design, nor is it proposed that the single example is necessarily generalisable. 
Rather, it is hoped to provide teachers with little experience of course design based on needs 
analysis with a concrete illustration of how analysis of data can be performed and how a tight 
and direct link can be maintained between needs, course aims, materials and what actually 
happens in the classroom. 
 The particular example examined in this paper is of a course which was taught and 
designed solely by the author. Four adult male Japanese executives were taught in-company in 
the U.K. The course exists in complete isolation from any other training programme for the 
learners. The company have specified that the English required is solely for vocational 
purposes. The specific industry is  ball bearing manufacture. The course will last 12 weeks at 4 
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hours per week, divided into 2 x 2 hour sessions : total 48 hours, as specified by the company. 
 
1.        Needs Analysis     
 
1.1       Development of Needs Analysis Procedures    
 
 In order to design an appropriate course, it is first necessary to gather and then interpret 
data  regarding the learners, their professional environment and their previous learning.  The 
first step is to select  a needs analysis methodology in order to avoid ending up with an 
unformed mass of data. The company's views must be taken into account, because they are 
paying for the course. The training department have  no expertise in language teaching, but they 
have specified that the English required is solely for vocational purposes, that they want to see 
an improved performance in the learners' work as a result of the course, and that the course 
outline will have to be approved by them. Using Brindley's (1989: 67-69) comparison of 
approaches to needs analysis, the company's specifications point directly to a 'specific purposes' 
orientation. This orientation focusses on the "gap between present language performance in a 
specific area and language performance required in a particular communication situation" (op. 
cit.: 67). Data will be collected: "So that learners will be presented with language data relevant 
to their own personal goals and social roles, and so that motivation will be enhanced by the 
relevance of this language content and learning will thus be facilitated." (op. cit.: 69).      
     Yalden (1987: 3) draws the distinction between learners' wants (defined by themselves) and 
learners' needs (defined by others). The learners' specification of their own wants will certainly 
form a large part of the needs analysis. In the final analysis, however, the teacher will determine 
what their needs are by interpreting the data received from the first two parties. The means 
employed will be questionnaire and interview. However, in order to gain an insight into their 
professional environment before composing the needs analysis questions, the students gave me 
a tour around the factory, and I examined copies of company literature. I made a video and 
audio recording of a meeting including Japanese and British personnel. The guided tour round 
the factory and company brochures provided a better overview of their professional 
environment, insight into company culture, and enabled better formulation of relevant questions 
in the questionnaire. For example, I was able to understand the importance of team structures 
and include questions about interaction with team leaders and team members. A placement test 
was also conducted to determine the state of their abilities in English.  
     Having selected a methodology and decided on who to consult and how to consult them, it is 
now necessary to determine  what exactly to look for in the needs analysis in order to avoid 
vagueness or obtaining extraneous data. The areas to be considered are: 
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1) Target language use: with whom, about what and in which situations do the learners need 
 to communicate in English? 
2)  Language problems : what areas of difficulty exist which they would like to work on? 
3)  Skills focus : which language skills do they need to concentrate on? 
4)  Previous language learning. 
5)  Learning preferences and learning styles. 
6)  Their profession: what exactly do they do now, and what may their future needs be? 
7)  Their wants.   
8)  Their personalities and their motivation. 
 
 The full questionnaire and interview questions used for the needs analysis can be seen 
in Appendix One.  Bearing in mind the limited amount of time (1 hour) and the simple level of 
English at which questions must be pitched, the principles for designing the questionnaire and 
questions were brevity and simplicity, and attempting to focus their thoughts without suggesting 
too much. The results are summarised below, as they will form the basis for the planning of the 
course.  
 It should also be noted at this stage that the preliminary needs analysis is not the end of 
the process. Needs analysis must be a continuous process during the course, because we as 
teachers can only consider the needs of learners as individuals in the classroom whilst they are 
engaged in the "task-in-process" (Breen 1989: 189), and because their language learning and 
professional needs will become more evident during the course. The learner's needs will 
therefore have to be reanalysed after each piece of work and the tasks redesigned accordingly as 
and when necessary. This is dealt with in section 6.1. 
 
 
1.2       Summary of the Results of the Needs Analysis Questionnaire 
      
   
 What follows is a summary of the results : the full results and the original questionnaire 
can be examined in Appendix One. 
 
NB: All lists are in decreasing order of importance. Letters in bold (A,F,T,H) are code names 
for the individual learners. 
 
 
 
Situations in which they may need to use English in order of importance. 
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One to one in person                      
Speaking to a group of people              
Speaking in formal meetings               
Answering customers' questions            
Negotiating 
Using the telephone 
Explaining technical processes            
Speaking to suppliers                     
Speaking to your own employees            
Showing customers around the factory      
 
The most important situations for them: 
 
A: Technical meetings with suppliers, internal special problems and  
monthly meetings. 
F: Explaining my thoughts and quality theory to English members. 
T: Explaining our production situation and collecting information. 
H: Meetings to explain and discuss EDP production control system. 
 
What the learners need to talk about in order of importance. 
 
Problems 
Sharing information 
Technical data                             
Training team members                      
Explaining                                 
 
Their most important interlocutors in order of importance.  
 
Team members 
Team Leaders 
Suppliers 
 
 
The most important skills which they may need in order of importance. 
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Spoken English                           
Listening                                
 
Their greatest problems in order of importance. 
 
Making your thoughts into spoken sentences 
Understanding spoken English  face to face 
 
Items the learners may need to read in order of importance. 
 
Reports 
Technical Documents 
Notes and memos 
 
Items the learners may need to write in order of importance. 
 
Faxes                                
Technical documents 
Reports                             
 
Learning styles the learners like best in order of importance. 
 
Conversation                                       
Learning vocabulary                                
Correction of mistakes                             
 
Answers to Interview Questions 
 
 In the case of the oral questions, the most important questions in the questionnaire were 
repeated (What do you do in your job? Is English important for your job? Why? What is your 
biggest problem in English?) in order to give them a chance to expand on their answers via a 
different channel. Apart from the set questions, the oral interview also gave them an open 
opportunity to express their thoughts about the course. 
 
The following are the most revealing answers. Answers are given for all 4 learners, in this 
order: A, F, T, H. 
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Is English important for your job? Why? ........................ 
 
Support. Explaining quality theory. Communicating with branches all  
over Europe. Debating with English workers. 
(NB: By "debating" this student means discussing.) 
 
What is your biggest problem in English? ....................... 
 
Listening & local accent. Vocabulary. General Vocabulary. Grammar. 
 
What do you hope to learn during the course? 
 
Explaining my thoughts. Vocabulary.Understanding and speaking. Grammar. 
 
 
     Apart from data from the learners, I also interviewed the training officer, who was British. 
The most important item to emerge was that the Japanese were seen to be unassertive in 
meetings, with turn-taking and reluctance to take decisions being seen as problems by the 
English.  
 
1.3 Test Data 
 
The first figure refers to their score in the Oxford Placement Test (conducted before the needs 
analysis), the second figure refers to the length of time they have been in the U.K. The bold 
letters are the code names used to describe them. 
 
A. A Quality Control Executive (147)(6 months). 
F. A Quality Assurance Executive (133)(10 months). 
T. A Production and Sales Coordination Executive (150)(2.5years). 
H. A Production Planning Executive (145)(1.5 months). 
 
 The test indicates that their receptive skills are at an intermediate level but I ascertained 
from the interviews with the learners that their production is much weaker. 
 
1.4       Consideration of the Learners and their Environment 
 
     This body of relevant data is really only a first stage in the task of needs analysis. The next 
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stage is to undertake analysis of the learners' environment, including sociolinguistic aspects, 
psycholinguistic aspects,  previous language learning and their L1. Such a detailed examination 
formed part of Seedhouse 1991, along with discussions of  methodology, learner-teacher roles, 
learning modes and environment, which are vital elements in course design. The analysis is 
reproduced for reference in Appendix Two. A brief summary of the  of the main conclusions 
regarding methodology is given here.  
 
a) Japanese argument follows an indirect, cyclical pattern, and "Japanese logic does not run in 
the straight lines of Western analytic thinking which emphasize the consecutive ordering of 
arguments." Work which compares and contrasts the two different approaches to logic is 
therefore necessary. 
b) Learners should be given the maximum opportunity for success by building up slowly from 
controlled to free practice.  
c) They need constant encouragement and demonstrations of what they are able to achieve via 
continuous assessment.  
d) They should be shown that the British often do not produce perfectly grammatical spoken 
sentences.    
e) Major work is necessary on matching forms to functions and using them in communicative 
situations.  
f) Any extremely learner-centred approach or attempt to negotiate activities with them each 
lesson would be met with incomprehension and resentment.  
g) The methodological tendency should be (at least in the initial stages of the course) to ignore 
the game, song and dance extreme of the inventory of teaching activities and use more 
teacher-controlled traditional techniques which should be directly related to their professional 
activities and which tackle what they perceive to be their problem areas. However, it is quite 
possible to start off a task with traditional, teacher-dominated work, and to finish it with free 
communicative pair or group work.  
h) Because the company and the learners want to see results, it will be necessary to specify very 
concrete and testable objectives for the course, and it will also be necessary to design tasks 
which can be easily monitored and assessed by the learners as well as by the trainer. 
 
 
 
2.        Goals and Objectives 
 
2.1       The Development of Goals  
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     Having assembled a body of relevant data, it can now be used as the basis for determining 
what the goals and objectives of the course should be.  
     Two main goals seem initially to suggest themselves from the data. The company training 
department stated that they want to see an improved performance in the learners' work as a 
result of the course, for which a focus on target communication situations would be most 
appropriate. The learners themselves have all stated that their biggest problem by far is "Making 
your thoughts into spoken sentences". These two goals would seem complementary, in that it is 
easy to visualise work on the negotiation of meaning in target situations. 
 A task-based syllabus would seem to be appropriate to these two goals for the following 
reasons. My observation of the learners' working environment showed that the learners are 
constantly using language in order to carry out tasks in a limited range of communication 
situations eg sorting out quality control problems. They are not interested in the English 
language as an abstract system, but rather as a means to carry out their work tasks. Negotiating 
meaning with English people in a limited range of situations in order to accomplish tasks is 
what their work is all about, and they will be able to see the direct relevance of the course to 
their work. The basis of tasks is a communication situation, and tasks are generally agreed to be 
the optimum method of learning to negotiate meaning. Breen says that the task-based syllabus 
".... approaches communicative knowledge as a unified system wherein any use of the new 
language requires the learner to continually match choices from his or her linguistic repertoire 
to the social requirements and expectations governing communicative behaviour and to 
meanings and ideas he wishes to share." (Breen 1987: 161).   However, it is essential to be 
clear about what type of tasks would be suitable. The conclusion in Seedhouse 1991 was that a 
heavy emphasis on fluency work was inappropriate for these learners, and  that a build up from 
accuracy based pre-communicative activities to freer communicative work was appropriate ( op 
cit: 13). So I will concentrate on building into the design of the task methods of both 
introducing linguistic resources and showing the learners how to mobilise their linguistic 
resources for the negotiation of meaning. Tasks typical of Prabhu's Bangalore Project, which 
provide fluency work without any supporting accuracy input, would not be suitable here.  
     The two main goals are, as we have said, to improve the learners' work performance and to 
enhance their ability to make their thoughts into spoken sentences. It is of course not possible 
for me as their teacher to measure their progress towards these two main goals in any objective 
way. However, it will be necessary to make the learners feel that they are making progress in 
these areas: in Seedhouse 1991 their main psychological need was identified as the need to 
build up their confidence in their ability to communicate in English. This dictates that 
self-evaluation will play a key role in course design. Evaluation and self-evaluation must be 
built into the classroom activities so that it is clear to myself, the learners and the company that 
the goals, objectives and the learners' needs are being fulfilled. If they can see for themselves 
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that they are attaining the concrete objectives described in the next section, then they are likely 
to believe that the two main goals are being fulfilled.  
 Secondary goals are to improve the learners' mastery of  structure, discourse, skills, 
lexis and phonology. Goals derived from analysis of the learners' environment are to develop 
their  capabilities in the areas of interaction, sequencing thoughts  and learning , their awareness 
of cultural factors . In section 3.4  there is consideration of how to ensure the achievement of 
these goals.  
 
2.2       The Development of Objectives 
 
     From these general goals specific objectives will be derived. Richards (1990: 4-7) lists four 
methods of stating objectives, namely behavioural, skill-based, content-based and proficiency 
scale. The emphasis in the 'specific purposes' orientation chosen here is on the "language 
performance required in a particular communication situation" (Brindley 1989:67), which 
would in turn tend to favour the statement of behavioural objectives. A list of important 
communication situations  on which to base behavioural objectives is already available (page 
4), but these need to be developed. If we consider 'Speaking in formal meetings.' we can 
discover the complexity from a language teaching point of view of an apparently simple 
behavioural objective. Do we need to concentrate on listening or speaking, on the technical 
vocabulary, the structures or functions used, on the content / meaning conveyed or the 
sociolinguistic conversation rules? Do any of these constituent parts make much sense when 
divided up and taught individually? How do we know if they have achieved  success?  
     However, it is relatively easy and satisfying to build tasks around the situation. All the 
complexity of the objective 'Speaking in formal meetings.' is removed if we work on all the 
aspects mentioned above in the build-up to a simulation of a meeting. An example of such a 
task is provided in section 4.3.   
     One major problem involved in behavioural objectives is developing an unambiguous 
description of what behaviour is expected, and then determining criteria for evaluation of the 
behaviour. In the case of part 5 of the example task on page 16 this might be stated as follows: 
 
The learner will be able to take his turn in the simulated meeting in an manner which a native 
speaker feels is appropriate. 
 
SUCCESS:  No    Yes, quite well   Yes, very well   
              
The learner will be able to disagree in an manner which a native  
speaker feels is appropriate. 
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SUCCESS:  No   Yes, quite well    Yes, very well                     
 
He will warn of the negative results of other courses of action in an  
manner which a native speaker feels is appropriate. 
 
SUCCESS:  No   Yes, quite well   Yes, very well                    
 
He will order his points in a way which appears acceptable and logi- 
cal to a native speaker. 
 
SUCCESS:  No  Yes, quite well   Yes, very well                    
 
He will present his points in such a way that they can be clearly un- 
derstood by a native speaker.  
 
SUCCESS:  No  Yes, quite well   Yes, very well                    
 
      Although this is laborious, there are major advantages if this is carried out for every part of 
every task. It means that there is a direct link from needs to course objectives to classroom 
tasks. It means that evaluation and criterion referenced testing are built into every sub-section of 
the course, so that problems and errors are picked up straight away and can be remedied. It 
means that when the learners' performance is evaluated, a simultaneous check is also being 
carried out on how well course objectives are being fulfilled. It also means that, by showing the 
learners what the objectives of the task are, it will be possible to involve them more in their own 
learning, and enable them to evaluate their own performance. Behavioural objectives will 
therefore be listed in detail for each task and will form the basis of assessment.  
 
 
3.        SYLLABUS DESIGN 
 
     Having already chosen tasks as the basis of the syllabus, I now want to explore in depth 
several areas which must be considered before a syllabus can be drawn up.  
 
 
3.1      The Advantages  of a Task-Based Syllabus. 
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     The advantages of a task-based syllabus in this situation are  
that: 
 
1) Tasks have face-validity for the learners and company, as they can be seen to relate directly 
to their work. In their work they are used to a task and problem-solving approach. This should 
also increase motivation. 
2) Instead of concentrating on discrete items of language, the task-based syllabus  "focuses upon 
communicative knowledge as a unity of text, interpersonal behaviour and ideation." (Breen 
1987: 161).This tackles head-on the students' greatest problem: "making their thoughts into 
spoken sentences."  
3) It also "focuses upon the learner's own experience and awareness  
of language learning." (op. cit.: 161)  
4) There is (hopefully) no gap between planned and implemented curriculum, between course 
design, syllabus design, methodology, materials design and classroom practice : the tasks are 
the culmination of all of them.  
5)  A direct link can be established from needs to objectives to classroom tasks. 
 
3.2       The Disadvantages of a Task-Based Syllabus 
 
     The disadvantages of a task-based syllabus in this situation are  
that: 
 
1) The learners and company are used to grammatically or structurally  
based syllabuses. 
2) It is difficult to grade and sequence tasks because of the numbers  
of factors involved : cognitive difficulty, contextual support, as- 
sistance, complexity of language, psychological stress, amount of  
background knowledge (Nunan 1988: 48). 
 
3) It is difficult to ensure that you are covering all the necessary  
areas when the basis is a situation. 
4) It takes a long time and it is hard work to develop suitable tasks, few suitable materials are 
available, and there are few examples of task-based syllabuses to follow.    
5) A criticism of  approaches based on the target situation is that it may develop what 
Widdowson (1983: 6) terms a 'restricted competence' which may not transfer to other situations. 
 
 Possible responses to these problems are: 
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1) Prominence can be given to the structures covered in the syllabus presented to the company 
and the learners and it will be stressed that the tasks are building on their grammatical 
knowledge. 
2) Since the teacher already has an idea of the learners' abilities, he will be able to pitch the 
tasks at their level and provide assistance. Sequencing will be considered in section 5.2. 
3) As will be seen in the next section, it is possible to run parallel syllabuses alongside the tasks. 
4) The best solution is to regard it as a challenge. 
5) Widdowson's assertions have been disputed by Richards (1989) and Nunan (1988: 81). We 
can see in the example of the 'meeting' task that many general capacities are being developed at 
the same time: the function of disagreeing, turn-taking and 'logical' sequencing of thoughts. 
Also, there is little evidence that intelligent educated adults are not capable of understanding 
that language used in one situation can be used in a different situation. They possess this ability 
in L1.  
 
3.4       Ensuring that all Language Areas are covered. 
 
     Swan (1990: 89) suggests that : "The real issue is not which syllabus to put first: it is how to 
integrate eight or so syllabuses (functional, notional, situational, topic, phonological, lexical, 
structural, skills) into a sensible teaching programme.", and it is important to ensure that none of 
these areas (or the area of discourse) is neglected or dealt with in an ad hoc manner. Drawing up 
lists of items to be included before designing a task would make task design very rigid and 
clumsy, and in a short course like this it would not be possible to cover all structural areas, for 
example. Moreover, the learners have already covered a structural syllabus in their previous 
learning. A more holistic approach is that suggested by Hutchinson and Waters (1987: 92-3) of 
developing tasks based on identified situations and topics. The materials themselves will 
produce a detailed language syllabus, and any perceived gaps can then be filled in and added to 
the tasks. The criteria for deciding what is to be included will be the needs analysis, the 
teacher's intuition as to what is important for them, the results of their placement tests, and 
reference will also be made to major coursebooks and published syllabuses for their level to 
ensure that no major areas are neglected. Lists of structural, functional, lexical, phonological, 
discourse, cultural and skills sub-syllabuses for the  tasks will be prepared. As an example, here 
are the sub-syllabuses for the task detailed in section 4.3: 
 
Function:  disagreeing 
Structure:  negative statements and negative questions 
Lexis:   a set relating to quality control (list of items). 
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Phonology:  intonation and voice range used with disagreement. 
Skills:  listening and speaking. 
Discourse:  distinguishing appropriate and inappropriate forms, managing turn-taking,  
 organising an argument. 
Topic:  quality control. 
Culture:  Interaction in business meetings. 
 
     Breen (1987: 164) suggests developing "a set of supportive tasks used by particular learners 
only when they need them."  During the course, the teacher and the learners will certainly 
identify problems and lacks which are not covered by the tasks prepared. A bank of published 
materials has therefore been assembled, based on 'New Cambridge English Course' coursebooks 
and workbooks which could be used in this supportive and supplementary role. These materials 
are particularly suitable as they provide a great variety of task types and adopt a multi-syllabus 
approach. 
     The learners and the company have indicated that the learners do not need a lexical set 
related to ball bearing manufacture, because they already know all the terms - much better than 
the teacher does, in fact. What they believe they need is general vocabulary building in the area 
of commerce and industry. So when designing a task, it will be ensured that general purpose 
vocabulary from these areas is built in, which is also capable of transfer to a variety of 
situations.  
     From my observations of Japanese - English meetings, and from my interview with the 
company training officer, the evidence is  that both sides have difficulty in understanding each 
others' logic, even where there are no linguistic problems. For example, Japanese members have 
left meetings when they considered the issue or problem to have been resolved: the English 
members were amazed as they did not consider any resolution to have been reached. This 
problem is explored in detail in Appendix Two.  Work on this problem is included in the task 
example. Working on target situations should cover their discourse needs, and it will be 
necessary to constantly ask during and after tasks what exactly the differences and similarities 
are between them and their real-life interactions. 
     An important consideration is that both the company (training department) and learners are 
used to training in the sense of demonstrating to people how to accomplish a particular task in 
the factory and seeing immediate results in terms of production; this ressembles what 
Widdowson (1983: 6) calls the development of restricted competence. They also both have little 
understanding of the complexity of language training. A priority, then, is that goals and 
objectives must be negotiated with the company and learners, and both parties will have to be 
convinced that progress is being made. On the other hand, the complexity of language use and 
the unsuitability of attempting to develop a restricted competence must be demonstrated to 
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them, so that they may have a realistic idea of what can be achieved. This all emphasises the 
need for learner self-evaluation. 
 
4.        Task Design  
 
4.1       Principles for Designing Tasks 
      
 The next step in the movement from theory to classroom practice is to form the  
principles underlying the tasks which will be used in the classroom. It is necessary that these 
principles should be derived from the insights presented so far in the needs analysis  and the list 
of goals and objectives. 
 
1) The tasks should be as directly relevant to the learners' professional situation as possible, use 
their extra-linguistic knowledge and be pitched at the appropriate cognitive level. This should 
maximise motivation. 
2) Seedhouse 1991 developed a methodological model for oral production for this group of 
learners and this context (see Appendix Two). Analysis (discourse) and presentation / practice 
(structure and function) should be integrated in the tasks. Structure and function should be 
combined and used in a communicative situation. Littlewood's (1981) framework gives practice 
in matching  together text, interpersonal behaviour and ideation and employing them as a unity, 
which neatly corresponds with the rationale for the task-based syllabus in section 2.1. 
3) As stated in section 1.4, there will be a progression from accuracy to fluency. There will be 
slightly more emphasis on accuracy than fluency during the lessons. 
4) Tasks should end in a final performance or production which imparts a feeling of success and 
achievement. 
5) A variety of tasks tends to ensure that different cognitive styles are catered for, that work is 
compatible with all the different theories of language acquisition, and that the work is enjoyable 
and motivating. 
6) Since the four skills are interrelated and reinforce each other, it would not be appropriate to 
totally neglect any of them. However, the emphasis will be on oral production because that is 
what the learners primarily require and expect, having identified it as their major problem. 
7) The tendency will be towards more traditional learning activities, and tasks will wherever 
possible start off a task with traditional, teacher-dominated work, and to finish it with free 
communicative pair or group work. 
8) Tasks should incorporate comparative cultural work related to their professional situations.  
9) Tasks should include items from as many sub-syllabuses (see section 3.4) as possible. 
10) Objectives should be integrated into the tasks, and the fulfilment of these objectives should 
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be assessable by the learners as well as by the teachers. 
 
 
4.2       Deriving Task Content from the Needs Analysis 
 
 
     Nunan (1988: 62-3) presents a useful model for deriving content from learner data, namely: 
1) List the learners' goals. 
2) List the communicative tasks and skills necessary for them to achieve these goals. 
3) Give contextualisation - topics, settings, roles. 
4) Decide on linguistic elements. 
     The principles in section 4.1 can now be used to design two sample tasks for illustrative 
purposes. For the first task, from the list of target communication situations we will focus on 
"speaking in a meeting". There are of course a huge number of skills necessary for performance 
in a meeting, and the course will contain several tasks on this subject, but only three will be 
chosen just three to focus on in this  task. They are chosen on the basis of having been 
mentioned in the needs analysis and of their applicability to other situations: turn-taking, 
presenting a logical argument and agreeing/disagreeing. To give topic and setting based on the 
analysis, a problem of manufacturing processes is selected, and the setting will be an 
in-company meeting. Linguistic elements for agreeing/disagreeing will be examined as an 
example of one of these areas. Obviously there are a huge number of possible forms for this 
function:  production of those which are most suitable in a formal meeting will be concentrated 
on, and recognition of the appropriacy of other forms.    
 
4.3       Example Tasks 
 
Task 1 
 
1) Having previously videoed an authentic team meeting (English - Japanese) in the factory, 
learners and teacher view the video. Teacher transcribes on the board some of the key turns 
produced by English speakers, illustrating the limited syntax of conversation. Teacher also asks 
the learners to note the verbal and non-verbal cues for turn-taking. Discussion of how to be 
assertive in getting ones turn in. Discussion of cultural differences with all-Japanese meetings.  
2) Learners then isolate the forms occuring which express the functions of agreeing and 
disagreeing. Then learners brainstorm  further forms which may be used, until a long list is 
produced. Learners then rate the expressions on the scales polite /  impolite,  formal / informal 
and friendly / aggressive. We discuss which forms would be most appropriate with a superior or 
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inferior in their company. Presentation of a lexical set related to the problems of quality control. 
3) Intensive practice of the forms of agreeing/disagreeing most useful to them, and of the lexical 
items. Focus on appropriate intonation and voice range with disagreement.  
4) Preparation for a simulation based on an problem of quality control in ball-bearing 
manufacture. Learners each have a cue-card with a list of points to form into an argument. 
These points are jumbled and need to be put into order to present a 'logical' argument. Having 
done this, the teacher gives individual monitoring of the order of their argument. Each learner 
therefore has a very different points of view on how to handle the problem, which should ensure 
disagreement.  
5) The simulation takes place with the British personnel manager playing a dominant 
Anglo-Saxon type, the emphasis being on ensuring that each learner gets his turn in, and that 
each learner can disagree appropriately and get their point of view across : this is perceived as 
being a genuine problem in the company. Eventually they must reach agreement: it is the 
chairman's job to ensure this. 
6) The simulation having been video-taped, the teacher invites self-evaluation and provides 
feedback and corrective work where necessary.  
7) The learners are asked to be aware in meetings over the following week of which forms 
English people use to disagree and how English people manage turn-taking. 
 
Task 2 
 
     The learners have stated that describing technical processes is a priority for them, and this 
task aims to enable them to do this. 
 
1) Listen to an audio tape of North Easterner describing a technical process. Analyse for 
features of local accent / dialect, then for use of logical connectors and elicit the use of the 
passive in this context. 
2) Grammatical presention and intensive practice of passive forms eg: How / produce / concrete 
= How is concrete produced?   Sand / mix / cement / water = Sand is mixed with cement and 
water. Presention and intensive practice of any necessary lexical and phonological items. 
3) Exploration phase with freer communicative practice in pair work. Partner A has sequenced 
pictures of the production of silicon together with prompts, whilst partner B has only the 
jumbled pictures. A describes the process, whilst B needs to ask questions to determine which 
picture fits with which part of the process.  
4) In the final phase the individual learners have to describe to me the process of ball bearing 
manufacture, whilst questions are asked where necessary. This is of immediate professional 
relevance to them as they often need to show visitors around and explain processes to clients.  
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5) Their performance having been taped, feedback and corrective work are provided where 
necessary. In particular they will be asked to indicate where logical connectors could be inserted 
to polish their delivery. 
 
5.        Task Frameworking 
 
5.1     The Necessity for a Loose Framework of Tasks 
 
 The end product of the curriculum design process prior to teaching in this particular 
case is a loose outline of tasks. The reason for this is that needs analysis and curriculum 
development are seen here as a continuous process. If all tasks and materials are designed in 
detail before the course is implemented, it is probable that the tasks will have to be rewritten 
according to the insights gained from the classroom implementation of the tasks. If, however, 
there is a loose framework of tasks, it is possible to revise the needs analysis after each task and 
write the subsequent task in a way which is relevant to the learners' revealed needs. 
 
5.2     Grading and Sequencing Tasks 
 
 Having considered task design, it is now possible to sketch an outline of what the tasks 
will be and how the various tasks could fit together. There are 24 x 2 hour sessions. The 
following  communication situations can be selected on the basis of the needs analysis: 
Meetings, processes, problems, telephone, showing visitors round the factory, negotiating, 
answering customers' questions, explaining, sharing information, technical data. The proportion 
of the course which each situation could occupy depends on its importance and the amount of 
material it could contain. 
     Grading tasks accurately is problematic because so many factors need to be taken into 
consideration: Nunan (1988: 68-73) lists 18  factors in a grading content checklist. However, 
since the teacher has a good idea of their level and backgrounds and is designing the tasks, he is 
likely to be able to pitch them at the right level, and can use such checklists to revise them.  
     The problem of how to sequence the tasks can now be considered. Firstly, although 
sequencing activities within a task is of great importance, practicing sub-skills in the build-up to 
a performance, the sequence of tasks in a syllabus is not of such great importance. This is partly 
because our basis is target communicative situations, none of which are inherently more 
difficult than the other, and each of which can be self-contained. As we have seen, grading tasks 
is extremely problematic, and it may therefore be impossible to sequence them accurately 
according to difficulty. Breen's (1987: 163) suggestions of sequencing according to familiarity, 
generalisability and complexity seem hardly more helpful. Nunan (1989: 74) states that "...there 
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is little empirical evidence to guide our decision making on task difficulty. Such decisions will 
therefore be largely intuitive and subjective."   
     However, it will be useful to create a framework for ordering tasks in order to give learners 
an impression of progress and sequence, and one which suggests itself from an examination of 
the target situations is as follows: two grouping of tasks, the first one being 'Describing 
processes' and the second 'Meetings'. I will therefore create chains of tasks, each dependent on 
the successful completion of the previous task. As Van Lier (1988: 228) points out, "... this can 
be a powerful motivating factor, as well as  enabling a degree of work-sharing and 
individualisation." Perception of structure and progress may be especially important for learners 
from a very rigid educational background. This is the 'feeding' solution to course design 
proposed by Low 1989: 144-147.  
 
5.3       The Basic Course Framework 
 
The basic framework of the course will look like this: 
 
1)   Introductory Task (2 weeks or 8 hours) 
 
     An initial introductory task (what Breen 1987: 161 calls a learning task) will prepare the 
learners for a more active learning role. The task will develop learning skills by the use of 
dictionary work, basic reading, listening and interactional strategies. It will consider learning 
beyond the classroom by looking at ways of utilising TV, newspapers, colleagues and 
neighbours to help their learning.  
          It will also be the start of what Breen (1989) terms the evaluation cycle. This will involve 
evaluating previously designed tasks (a selection from 'Cambridge English') to gain some 
insight into their preferred learning styles and to establish what they see as relevant content and 
procedures. This will culminate in the learners drawing up criteria for a good task.           
Finally, the learners examine the objectives laid out for each task in the syllabus. They will have 
the opportunity to add to or modify the objectives. The reasons for devoting so much time to an 
introductory task are as follows: 
  
1) The learners assumed extremely passive roles during their previous language learning in 
Japan, and this concentrated almost exclusively on the 'passive' skills. They need to assume 
more active roles. 
2) The course lasts 3 months, but they will be in the UK for several years, and will need 
strategies for autonomous learning. 
3) The necessity for the learners to evaluate their own performance in the tasks has already been 
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stressed. 
4) As Breen (1989) suggests, learners reinterpret tasks according to their own definitions and 
purposes, and greater efficiency is promoted by first establishing their own definitions and 
purposes, so that the tasks can be redesigned to converge with them.      
 
2)   Describing Processes (5 weeks or 20 hours) 
 
     This consists of a chain of 5 tasks in sequence, each of which depends on the successful 
completion of the previous task for some of its input. There is a continuous 'storyline' (see Low 
1989: 149), in which the teacher plays a new client, to whom all processes and details must be 
explained. Here only the titles of each unit is listed, but an outline of Task A can be found in 
section 4.3. 
 
A) Description of the process of ball-bearing manufacture. 
B) A tour around the factory, expressing use and purpose. 
C) Collecting and presenting  information and options. 
D) Quality control and comparing specifications. 
E) Solving problems. 
 
3)   Meetings  (5 weeks or 20 hours) 
 
     This also consists of a chain of 5 tasks in sequence, the first 3 a chain of internal meetings 
and the last 2 meetings with outsiders. Again, only the titles of each unit is listed here, but an 
outline of Task B can be found in section 4.3. 
 
A) Procedures, reporting and presenting options. 
B) Presenting arguments and disagreeing. 
C) Clarification and reaching agreement. 
D) Negotiating with suppliers, making proposals. 
E) Negotiating with customers, making concessions. 
 
     The structure of the tasks is left fairly loose and flexible, so that they can be easily adapted as 
the teacher comes to have a better idea of the learners' learning styles, purposes, needs and task 
definitions.  
 
  
6.        Evaluation  
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6.1       Evaluation   
 
     Each task unit will therefore last 4 hours and evaluation is built into it. Before starting the 
task the learners will be given a list of objectives for the task and will study them (see section 
2.2 for an example). The main part of the task will last approximately 3 hours, which then 
leaves 1 hour for the evaluation of the task. 
      Having recorded the learners' performances during the tasks, the teacher will play back the 
tapes to them as input for this last section of the task (cf Van Lier 1988: 228). The learners will 
consider how well they have achieved their objectives and will attempt to improve on their 
performance. They will evaluate the usefulness of the task and re-examine their criteria for good 
tasks which they drew up at the start of the course. They will then fill in their work record for 
the task, which will evaluate both the task and their own performance in it.     
                                                                                                                                                             
                                                                                   Examine Task Objectives      
      
                       (Learners)                 
                                │ 
                                │ 
                        Perform task               
                    (Learners)                    
                                │ 
                                │ 
                        Examine Performance           
                          and Improve it             
                     (Learners and Teacher)              
                                │ 
                                │ 
                       Evaluate Task and             
                     Achievement of Objectives      
                      (Learners and Teacher)          
                                │ 
                                │ 
                      Redesign Subsequent Tasks and            
                     Objectives if necessary           
                    (Teacher)                 
 
                                  
The Evaluation Cycle for Each Task 
 
 
 
 
     Conclusion 
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 The purpose of this paper was to work through a particular example of curriculum 
development from needs analysis to course design. It has been shown how careful development 
of task design ensures a direct link between the specified needs, the objectives and what is 
taught in the classroom. 
 We have also seen the importance of integrating evaluation into the tasks and the whole 
syllabus, and the importance of having a loose and flexible syllabus, so that ongoing needs 
analysis can be effected, with tasks being adapted according to the teacher's improved 
awareness of the learners' needs as the course progresses. 
 Specific procedures were followed in this case, and these are summarised in 
diagrammatic form below. 
 
 
  
                                                      
1)           Preliminary Investigation of the             
             Environment and discussions with the      
             Company.                                  
                              │  
                              │ 
2)           Selection of needs analysis                
             methodology.                              
                              │ 
                              │ 
3)           Pre-Course needs analysis.                              
                              │ 
                              │ 
4)          Consider environment, socio- and        
            psycholinguistic aspects, previous         
            learning and L1.                            
                              │ 
                              │ 
5)          Produce goals on the basis of 3 & 4.  
                              │ 
                              │ 
6)          Select syllabus type on the basis of    
            3,4 & 5.                                   
    │ 
    │ 
7)          Produce objectives on the basis of      
            3,4,5 & 6.                                     
                              │ 
                              │ 
8)          Design syllabus framework, including    
            evaluation procedures.                     
                              │ 
                              │ 
9)          Design an outline framework of all course units.         
           Full design of 1st course unit        
                              │ 
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                              │ 
10)         Implement the first course unit.   
                              │ 
                              │ 
11)         Evaluate the first course unit (teacher and students).                       
             │ 
    │ 
12)   Full design of second course unit, implement, evaluate 
  and repeat points 9-12 for each unit. 
    │ 
    │ 
13)  Evaluate the course. 
 
 
Procedures followed from needs analysis to course design 
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                            APPENDIX ONE 
 
                   NEEDS ANALYSIS QUESTIONNAIRE 
 
                      FULL RESULTS 
 
 
Communicative Situations 
 
     The following shows how the learners rated the situations in  
which they may need to use English in terms of importance. The  
number shows the total of the 4 learners, and the lower the num- 
ber, the greater the importance. The most important situations  
are therefore underlined. Group A will be the sales and produc- 
tion executives, and group B will be the quality executives. 
 
                                                    
Using the telephone                        6                     
                                                                    
One to one in person                       5                    
                                                               
Speaking to a group of people             5                    
                                                               
Making presentations                       7                    
                                                               
Speaking in formal meetings               5                       
                                                                 
Negotiating                                6                     
                                                              
Selling and marketing                      10                   
                                                                  
Buying and placing orders                 9                    
                                                               
Answering customers' questions            5                    
                                                              
Solving customers' problems               7                    
                                                                  
Taking customers' orders                   9                       
                                                                 
Describing your products                   7                    
                                                              
Explaining technical processes            6                    
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Giving demonstrations                      9                    
                                                              
Speaking to suppliers                      6                      
                                                              
Speaking to your own employees            6                    
                                                                  
Interviewing                               10                      
                                                               
Social conversation                        8                       
                                                              
Receiving visitors                         8                    
                                                               
Showing customers around the factory      6                    
                                                                
Travelling                                 11                   
                                                                  
 
Learners also described the most important situations for them: 
 
A: Technical meetings with suppliers, internal special problems  
and monthly meetings. 
F: Explaining my thoughts and quality theory to English members. 
T: Explaining our production situation and collecting informa- 
tion. 
H: Meetings to explain and discuss EDP production control system. 
 
What do you talk about? 
 
     The following shows how the learners rated what they may  
need to talk about in terms of importance. The number shows the  
total of the 4 learners, and the lower the number, the greater  
the importance. The most important items are therefore under- 
lined. 
                                                               
                                                              
Work procedures                             7                    
                                                                   
Problems                                    4                    
                                                              
Administration                              7                    
                                                                 
Technical data                              5                    
                                                              
Training team members                      6                    
                                                                    
Sharing information                         4                    
                                                              
Explaining                                  5                      
                                                                
Asking questions                            8                    
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Answering questions                        8                    
 
 
Who do you talk to? 
 
     The following shows how the learners rated who they may need  
to talk to in terms of importance. The number shows the total of  
the 4 learners, and the lower the number, the greater the impor- 
tance.                                                                                                                        
                                                              
Customers                           7                             
                                                                 
Suppliers                            6                           
                                                                
Colleagues (Managers)               7                            
                                                                    
Team Leaders                        6                            
                                                                 
Team Members                        4                           
 
 
Skills 
 
     The following shows how the learners rated the skills in  
which they may need to use English in terms of importance. The  
number shows the total of the 4 learners, and the lower the num- 
ber, the greater the importance.  
                                                              
Knowledge of specialised vocabulary      10                     
                                                              
Spoken English                            4                     
                                                              
Writing                                   18                        
                                                                  
Listening                                 8                        
                                                                   
Reading                                   15                      
                                                                 
 
 
Current Problems 
 
     The following shows how the learners rated their problems in  
terms of importance. The number shows the total of the 4 lear- 
ners, and the lower the number, the greater the problem.  
 
                                                            
Pronunciation of English words                21               
                                                              
Making your thoughts into spoken sentences    4                    
                                                                  
Knowing specialised technical vocabulary      16                 
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Understanding spoken English  face to face    11                   
                                                                 
Understanding on the telephone                18               
                                                                    
Knowing what to do in social situations       23                  
                                                                 
Understanding the North-Eastern accent        20               
                                                                  
Understanding how English people do things   22               
                                                                 
Reading                                        29                
                                                               
Writing                                        28                 
                                                               
Grammar                                       30                  
                                                                 
 
 
Reading 
 
     The following shows how the learners rated what they may  
need to read in terms of importance. The number shows the total  
of the 4 learners, and the lower the number, the greater the im- 
portance.  
 
Letters                              8                               
                                                                 
Notes or memos                      7                               
                                                                 
Faxes                                8                              
                                                                   
Technical documents                 7                           
                                                                    
Reports                             5                              
                                                              
 
Writing 
 
     The following shows how the learners rated what they may  
need to write in terms of importance. The number shows the total  
of the 4 learners, and the lower the number, the greater the im- 
portance.  
 
Letters                              8                         
                                                               
Notes or memos                      9                              
                                                                
Faxes                                6                              
                                                                  
Technical documents                 6                             
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Reports                             4                             
                                                              
Estimates                            7                             
                                                              
Filling in forms                    8                              
                                                               
 
 
Learning Styles 
 
     The following shows how the learners rated how they like to  
learn. The numbers show how many ticked yes or no.  
 
                                                   Yes  No 
Grammar                                         3          
                                                                
Conversation                                  4         
                                                                  
Pair work                                      2             
                                                                   
Pronunciation work                                    1   
                                                                
Drills                                              1              
                                                                
Video                                          2    1   
                                                              
Computer                                   2    
                                                                
Listening from Cassette                      3             
                                                              
Writing                                        3          
                                                                
Reading                                         1    2   
                                                              
Learning vocabulary                            4               
                                                               
Homework                                    1          
                                                              
Correction of mistakes                      4          
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APPENDIX TWO 
 
CONSIDERATION OF THE LEARNERS AND THEIR ENVIRONMENT:  
COMPLETE DATA 
 
 
        Introduction 
 
 My experience of Japanese learners is that their  receptive skills are generally at a much 
higher level than their production, and that by far their greatest problem is what some of my 
students have termed 'making my thoughts into spoken sentences.' I propose to examine the 
most salient causes of this problem and consider some of the implications for teaching.  
 
       Linguistic and Sociolinguistic Aspects  
 
 The problem initially appears to divide into the broad areas of oral production and 
syntax. There are 4 main areas of difference between Japanese and English which affect syntax:  
1) "The broad constituents of sentence structure are ordered very differently in the two 
languages." (Swan & Smith 1987: 212), and the sequence of words within the sentence is very 
different. 
2) Relative clauses are left-branching or head-final, whereas they are right-branching or 
head-initial in English. Flynn (1989: 102) shows that this causes Japanese speakers "significant 
structural difficulty with complex sentences." 
3) Many discourse features (especially cohesive devices) inside and outside the sentence are 
very different: see Bachnik 1982 and Hinds 1982. 
4) The logical sequence of ideas, whether inside a sentence, between sentences or in within a 
larger piece of text, is often different. Hazen (1984: 11) suggests that Japanese argument 
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follows an indirect, cyclical pattern, and that "Japanese logic does not run in the straight lines of 
Western analytic thinking which emphasize the consecutive ordering of arguments." 
 Other broadly grammatical differences, eg lack of articles, plurality and countability, 
will also contribute less directly to the problem. The contribution of lexis to the problem is also 
important : Ramsey and Birk (1983: 229) point out that  there are very few cognates between 
the two languages, so an almost completely new vocabulary needs to be learnt. So we can see 
that, although the students see their main problem as being able to form sentences, the roots of 
the problem are not exclusively syntactical; the discourse level in particular would appear to be 
just as important. 
 As far as oral production is concerned, there are strong phonological differences 
(detailed in Swan & Smith 1987: 212), with a general tendency to tentativeness, hesitancy and 
inaudibility. Since Japanese is "phonetically one of the simplest languages in the world." 
(Ramsey and Birk 1983: 229) the sounds of English are difficult for them to capture and 
reproduce. In addition, "sociolinguistic rules regulating talk in conversation" (Noguchi 1987 : 
15) can be strikingly different in the two languages. Noguchi (1987: 18) points out the potential 
conflict between the primary Japanese rule of protecting face, and the primary American rule of 
maintaining conversation. Yamada (1990: 291) also demonstrates a difference in 
turn-distribution strategies in business meetings: see also Maynard 1986. Silence 'has a very 
acceptable place within Japanese communication' (Ramsey & Birk 1983: 246) whereas is 
dispreferred and often embarrassing in English as Levinson (1983: 320-1) shows in his section 
on conversation analysis. Allied to this is what Ramsey and Birk (1983: 244) term the Japanese 
'preference' for non-verbal as opposed to our preference for verbal communication. 
 
     Psycholinguistic Aspects 
 
 My experience of the Japanese is that their instrumental motivation is high, whereas 
their integrative motivation is fairly low. It is possible that a lack of integrative motivation is 
responsible for their interlanguage failing to develop beyond a certain point. We have already 
noted that a reorganisation of thought sequences is necessary for Japanese speakers, which may 
imply that they would need to start to think in English to progress beyond a certain, 
indeterminate stage. If they really do not want to feel they are losing their own cultural identity, 
they may be happy to remain (consciously or unconsciously) at a stage at which they are able to 
communicate tolerably well, yet do not start to think in English and break the hypothetical 
barrier: Noguchi (1987: 17) cites "a belief that learning a foreign language makes one less a 
Japanese".  
 Two areas to be particularly borne in mind with Japanese learners are confidence and 
face. For reasons discussed below they tend to have little confidence in their spoken production, 
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and their prime sociolinguistic conversation rule according to Noguchi (1987: 18) is to avoid 
losing face. So if they do not feel totally certain of being able to produce a perfect sentence 
which will be understood by everyone, they may hesitate to say anything at all for fear of losing 
face. This can be a particular problem in the case of hierarchy-bound companies. This has three 
main implications for teaching. Firstly, they should be given the maximum opportunity for 
success by building up slowly from controlled to free practice. Secondly, they need constant 
encouragement and demonstrations of what they are able to achieve via continuous assessment. 
Thirdly, they should be shown that the British often do not produce perfectly grammatical 
spoken sentences.    
 
     Language Learning Aspects 
 
 The students have been taught in Japan mainly by the grammar-translation or traditional 
method. This partly accounts for their difficulties in production. In particular, the bias towards 
form devoid of context accounts for  their difficulty in applying the forms learnt to meaning and 
communication. This implies that major work is necessary on matching forms to functions and 
using them in communicative situations. This may be especially important for Japanese people 
because of what Ramsey and Birk (1983: 247) term their reliance on 'set phrases and ritualised 
behavior' in their own language. 
However, their latent knowledge of syntax stemming from their instruction by the 
grammar-translation method could be built on, and the students are already familiar with its 
terminology. It would therefore be possible to explicitly analyse sentence structure and 
syntactical problems and they will understand grammatical explanations of how sentences are 
constructed.  
 It is also probable that they overestimate the importance of syntax in spoken production 
because of this previous learning. In addition, oral production was rarely, if ever, required,  and 
there is therefore a tendency not to consider oral work as 'proper' learning. These points need to 
be discussed with the learners. They come from an extremely traditional teacher-dominated 
authoritarian educational background in which they are used to very traditional teaching 
activities. In the case of in-company training they are in businesses in which they expect people 
to perform and produce quick results. Because of this, any extreme learner-centred approach or 
attempt to negotiate activities with them each lesson would be met with incomprehension and 
resentment. The methodological tendency must therefore be (at least in the initial stages of the 
course) to ignore the game, song and dance extreme of the inventory of teaching activities and 
use more teacher-controlled traditional techniques which should be directly related to their 
professional activities and which tackle what they perceive to be their problem areas. However, 
it is quite possible to start off a task with traditional, teacher-dominated work, and to finish it 
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with free communicative pair or group work. Because the company and the learners want to see 
results, it will be necessary to specify very concrete and testable objectives for the course, and it 
will also be necessary to design tasks which can be easily monitored and assessed by the 
learners as well as by the trainer. 
 Since their arrival in the U.K., the learners have been immersed in English and have 
had to perform authentic fluency-based communicative tasks every day. They have developed 
an interlanguage and communication strategies to cope with these situations, but without 
developing sufficient mastery of the syntactical and discoursal forms of the target language to 
be able to express their thoughts or meanings to their own satisfaction, and have not progressed 
beyond a level of functional competence. This implies that classroom fluency work alone is 
unlikely to solve the problem. The learners usually have no opportunity for accuracy practice 
apart from during lessons. Material presented and practiced in the lesson may be further 
practiced in their professional situation (the extension stage), so my conclusion is that there 
should be slightly more accuracy than fluency work in the lesson itself. 
 At this stage we can therefore state that this is a complex and multi-faceted problem 
which will require a comprehensive and multi-dimensional solution. The solution will 
specifically need to combine work on syntax and discourse in a setting of oral production. 
Structure combined with function will be the priority for presentation items, with lexical and 
phonological items also being of great importance. Discourse features will be the main input for 
analysis, with conversational rules and the sequencing of thoughts being of the greatest 
importance. Cultural and sociolinguistic analysis will also be necessary. 
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